Abstract
, intended outcomes (Bamber 2008 ) and 37 participants' experiences (Warhurst, 2006) . These studies have demonstrated the role 38 of these courses in supporting new lecturers to adapt to the role of being a university 39 lecturer, as in addition to introducing theory and practice, they induct them into the 40 practice of teaching and supporting student learning in their new institutional context, 41 and integrate them into a community that works to support teaching and learning 42 (Smith, 2010; Warhusrt, 2006) .
44
One aspect of these programmes that has received limited attention has been the role having a named person to guide them is seen as an invaluable source of support as 53 they adapt to a challenging and demanding role (Barkham, 2005) . Therefore, in 54 relation to the volume of research relating to teaching preparation programmes, it is 55 perhaps surprising to note the limited attention teaching mentors have received.
56
Contemporary research tends to concentrate on the perspectives of either the mentor In this paper we draw on data gathered as part of a study that followed 13 new 63 lecturers, and their mentors, through their first year of university teaching. We 64 provide insights into the role the mentor plays in supporting new lecturers. We also 65 reflect on the importance of the mentor's experience in undertaking this role, and 66 highlight important issues regarding the support, preparation and recognition that 67 mentors receive.
69

Professionalising university teaching in England
70
Enhancing the practice of university teaching and supporting student learning is an and increasing government intervention, teaching and learning has become highly 87 politicised (Gibbs, 2010) . Through mechanisms such as the National Students Survey 88 students can publicly comment on the perceived quality of their university experience, 89 in particularly rating their experiences of teaching, learning and assessment; the 90 results of this survey are perceived by some as instrumental in the decisions students 91 make in selecting their choice of university (Kovacs et al., 2010 Implicit in this drive is the assumption that by training new lecturers, and aligning 101 their knowledge of teaching and learning to the UKPSF, will enhance the quality of 102 teaching and learning, a concern of policymakers for a number of years (Turner et al., 103 2013; Gosling, 2009 ). This is not an assumption we will directly consider here, 104 however, with respect to the wider framing of this study we feel it is an important 105 position to acknowledge, as many of the participants on teaching preparation courses,
106
as well as those working to promote university teaching, are aware of the contentious 107 nature of this assumption and the implications it has on the expectations for university 108 teaching (Gibbs, 2010; Quinn 2012 In relation to these informal mechanisms of professional learning, mentoring blurs the 135 boundaries of formal and informal learning (Eraut, 2007 (Kram, 1983) . As a newcomer's position in an organisation 144 changes, and they realise their potential, the requirements on a mentor changes (Kram, 145 1983; Gehrke, 1988 ). An assumption underpinning the role of a mentor is that they 146 themselves are in a role that allows them to perform these functions, and also have the 147 knowledge, skills and experience on which to draw to support a junior colleague 148 (Kram, 1983) . number of benefits for both the newcomer and the mentor (Ragins and Cotton, 1999 have an important role to play in contextualising the general, theoretical and practice-186 based principles of these programmes. Knight and Trowler (1999) 
Methodology
206
Research aims
207
Teaching is recognised as a context-specific profession (Trigwell and Prosser, 1996) 208 shaped by the experiences and values a lecturer possesses; however, these are rarely 209 acknowledged in the preparation that new lecturers receive on commencing their role. The research setting 230 The research was based in a so-called 'new' (post-1992) university in the UK.
231
Completion of a postgraduate certificate in teaching and learning is tied to 232 probationary requirements; lecturers with less than three years full-time teaching and more widely to be representative of the cohort as a whole with respect to gender 278 and disciplinary areas (see Table 1 ). In order to gain an insight into the context (e.g. Qualitative data were collected using a combination of methods over the duration of of the teaching session, class size). A provisional analysis of the observation 302 protocols was used as the basis of a stimulated-recall interview (Calderhead, 1981) . 
Data analysis
324
All interview data were audio-recorded and transcribed verbatim. Content analysis 325 was employed to "mak[e] inferences by objectively and systematically identifying 326 specified characteristics of messages" (Holsti, 1969:14) . The analysis heeded the 327 research aims, however, in the context of support networks drawn upon and 328 interactions with mentors, we paid particularly attention to the interactions that took 329 place and how these evolved. We were also mindful of Kreber's (1999) categories, 330 specifically those relating to that ways in which individuals reflect on their teaching.
331
These were considered when analysing the accounts of conversations around teaching 332 and learning that took place between the mentors and mentees were examined (i.e.
333
were they focused on discussing the content, process or premise relating to their 334 practice). Following the analyses these themes emerged across both data sets: 
341
In the next section, we will examine each of these themes in turn to uncover the 342 nature of the mentoring relationships, the support networks used and how these 343 changed over the year. we would have about our own practice and things that went wrong or things 487 that worked well and so on, so I think that's a big part that sometimes we 488 don't acknowledge the importance of that enough.' Mentor 7
489
Whilst it is important for the mentee to be able to access information central to their 
Gifts of mentoring
566
The mentors who developed a wider appreciation of issues relating to teaching and 
666
Reduced interactions may mean they have limited opportunity to contextualise and 667 clarify this knowledge at the site at which it will be practiced. Although they may professional benefits experienced by both parties (Kram, 1983; Barkham, 2005) .
714
Although such benefits were recorded, with mentoring cited as creating opportunities 715 for local discussions around teaching and learning, these were noted in only a 716 minority of cases. It is proposed that formal recognition both with respect to the 717 process of mentoring, and also within individuals' workloads, may result in more 718 productive and longer-lasting mentoring relationships. In order to achieve this, were not present in the study university, rather it would have ensured parity.
729
Interactions between the mentor and new lecturer also need to encourage critical 
